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Introduction 
In considering some current English language teaching (ELT) materials, three books 
(Jenkins & Johnson, 2008; Jones, 2008; Zwier & Hughes, 2003) were chosen as they seem to 
have more communicative approaches, the same as the current materials. Of the three ELT 
books, the third is the only one that introduces different ways of agreeing with people. Though 
this is a plus in comparison to the other two textbooks, there is no explanation of why or when 
the students would choose one response over another. This is an example of how current 
textbooks may include the third dimension of pragmatics and yet do not focus on it.  
Additionally, even language pedagogy books (e.g., Brown, 2007) and materials design 
books (e.g., Harwood, 2010) written by scholars seem to be lacking in their discussion of this 
third dimension. Some (e.g., Brown & Lee, 2015) do not discuss pragmatics or pragmalinguistic 
knowledge at all. This additional information demonstrates that there is not only a lack of 
attention to pragmatics in ELT materials, but a lack of attention in academic discussion. 
Larson-Freeman (2003) suggested that grammar, semantics, and pragmatics are three, 
interconnected dimensions of language. Ideally, these three dimensions should all be developed 
during second language acquisition (SLA), with one not taking precedence over another. 
However, ELT textbooks “continue to concentrate on the acquisition of linguistic competence, 
with insufficient attention to a fuller communicative competence” (Boxer & Pickering, 1995, p. 
52). As Jolly and Bolitho (2011) suggested, the first step in materials development is 
identification of a need. The apparent imbalance of these dimensions of these dimensions served 
as the catalyst for the creation of the current materials.  
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Therefore, I argue that a stronger focus on the dimension of pragmatics within textbooks 
(thus classrooms) may assist in bypassing negative experiences that students in more traditional 
classrooms (that is, those that do not focus on pragmatic knowledge) may have experienced 
while encouraging increased communicative competence. 
Overall format 
As the current materials are focused on, thus titled, communication in the workplace, it is 
paramount that integration of skills and a variety of activity types that encourage communication 
and are applicable to the workplace (and the specific students) be included. The activities within 
require learners to utilize all skills (reading, writing, listening, speaking), and the four main 
learning styles (visual, auditory, read-write, kinaesthetic) are taken into consideration as well. 
For example, some activities included require students to interact with technology and watch 
videos online. Especially in the student population for which the current materials were created, 
use of technology is expected, increasing authenticity. The videos chosen are available on the 
free web, which allows students to review as much as they want or need. Additionally, the 
inclusion of these technology-based activities supports the extension of the individual‟s 
language-learning process, as well as learning opportunities, outside of the classroom (Reinders 
& White, 2010).  
The integration of skills in tasks is a favored technique in communicative language 
approaches (Green, 2014, p. 174) and arguably supports better communicative competence as 
they simulate what learners often must do in „real-life‟ settings (Douglas, 2010, p. 53), which is a 
central goal of the current materials. Additionally, the variety of activity types encourages more 
well-rounded English language learners (ELL). That is, not one skill or learning style dominates 
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the ELLs instruction, thus ability. Partner work is also required in multiple activities, which 
supports greater communicative competence through “mini” conversations (Hagiwara, 1975, p. 
185).  
As argued by Tomlinson (2011), “[l]anguage learners who achieve positive affect are 
much more likely to achieve communicative competence than those who do not” (p. 7). As a 
materials designer, my driving forces are student affect and pragmatic awareness, which are 
interrelated in my opinion. A fine example is shown by Bardovi-Harlig et al. (1991), who states, 
“[s]peakers who do not use pragmatically appropriate language run the risk of appearing 
uncooperative at the least, or, more seriously, rude or insulting” (p. 4). The negative feedback 
from the students‟ conversation partner(s) would certainly have a negative impact on their affect. 
As one affective factor (language ego) notifies others that “you are what you speak” (Brown, 
2007, p. 324), learners who receive feedback informing them that they are “uncooperative… 
rude, or insulting” may internalize those attributes, and their continued learning process will be 
negatively affected. Therefore, facial expressions (and other affect-related items) are explicitly 
taught in the materials to mitigate these effects.  
Related to affect, are student agency and motivation. The objectives chart, found on page 
2 of the materials, is the final important aspect of the current materials to be mentioned. Each 
“unit/topic” has a corresponding box in which students are encouraged to write “what [they] 
want to learn”. By allowing them to identify what they want to get out of the course, student 
agency is increased before the lesson even begins. The chart also includes a third box which the 
students can use to “check off” items when they are covered/achieved throughout the course. 
Though the act of “checking off” is relatively simple, it represents a reward students can strive 
for. Since “[s]uccessful learners are conscious of potential rewards” (Brown & Lee, 2015, p. 91), 
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a good way to increase students‟ consciousness is raising their awareness through filling out a 
personalized objectives chart. Additionally, Dӧrnyei (1994) claimed that “motivation is one of 
the main determinants of second/foreign language learning achievement” (p. 273). Therefore, the 
current materials attempt to increase motivation by encouraging student agency.  
The current materials also attempt to be visually appealing while also offering visual 
representations of concepts learners may be less familiar with. For example, when the materials 
require learners to highlight, bold, or circle parts within a sentence, the text itself examples those 
actions, as just shown. The visual presentation of the materials, including formatting and color 
usage, increases stimulation when interacting with the pages. There is variety in graphic choices 
and placement, spacing, presentation of activities, and other design features, but the titles of each 
section are very apparent, which allows students to better navigate the materials as well as 
consider and “study” the elements separately before being required to combine them in the 
included activities.  
Politeness, directness, and formality 
The current materials offer a fair amount of explanation as it is geared towards higher 
level learners. The included amount of explanation is solely appropriate for higher level learners 
as a lower level student would not understand, thus benefit, from it (Hagiwara, 1975). 
Additionally, Brown (2007) suggested adult learners can handle more abstract ideas and 
concepts (p. 104), such as politeness, directness, and formality, which require more explanation 
as well as exploration through discussion. Therefore, a majority of the items on which these 
materials focus would assumedly lead to class discussion in which the learners can practice using 
their analytical abilities, which supports greater competence in adult learners (DeKeyser, 2000).  
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In many current ELT textbooks, issues such as directness, politeness, and formality are 
discussed very minimally (if discussed at all). These features of the English language are 
prominent in speech acts and important for interpersonal communication. In some languages 
(Korean being one) the formality/politeness levels are apparent grammatically; Korean uses 
honorifics called chon-de-mal (formal/ very polite) and pan-mal (informal/less polite). In 
English, these features of language (as well as directness) are not dichotomous and exist on a 
continuum that is neither easily nor explicitly taught, but is worthwhile to include in ESL 
curriculum.  
These language features may not necessarily be considered “language skills” which ELLs 
must improve. Rather, students‟ awareness of these features should be increased no matter what 
grammatical feature is being discussed or taught. The features of politeness, directness, and 
formality are applicable to the English language as a whole. Therefore, the current materials 
present them first and separately from the other “skills” and are mentioned and considered 
throughout the entirety of the materials. Additionally, these features are presented by charts and 
graphs supporting the gradience of these features of language. Also, the charts and graphs 
encourage student input, allowing localization of the contents so that they are immediately 
applicable and helpful to learners, which Methold (1972) stressed as an important principle for 
materials developers. 
Vocabulary 
The vocabulary words included in the glossary were not chosen based on their relation to 
the content of the materials. That is, more basic vocabulary specific to the workplace 
environment (for example, briefcase, send (an email), payday) would be covered in previous 
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classes, outside the realm of the current materials. Instead, the vocabulary words surfaced 
throughout the writing of the informational passages if the words were considered too unfamiliar 
or unable to be guessed from the surrounding context. This method of vocabulary word 
presentation supports incidental vocabulary learning in which words are met but not taught 
during the reading (Nation, 2013, p. 93). Though this method does not support much gain in 
immediate vocabulary knowledge, the inclusion of a native-language (L1) translation directly 
following the vocabulary words increases immediate comprehension of the readings. Certainly, 
vocabulary activities could be created if the instructor (or students) deemed it necessary. 
In-text 
As mentioned, vocabulary words are immediately followed by a direct L1 translation. 
Though glossing, which offers brief definitions or synonyms of new vocabulary words (Nation, 
2013, p. 238), is a popular step taken by materials designers and helpful for ELLs, Watanabe 
(1997) found that a gloss immediately preceded by the vocabulary word may not be helpful if the 
students do not realize the gloss is a definition, not new information. Therefore, the current 
materials bypass this issue since the L1 translations cannot be mistaken for new information and 
interrupt the reading process as minimally as possible.  
As the goal of the passages in the current materials is to convey information to the 
students rather than teach them new words, comprehension of the meaning of the words is 
supported by minimal interruption of the reading process through inclusion of the direct L1 
translations. Though this method of scaffolding learning of vocabulary words may be helpful for 
some learners, learners that prefer to know the extended definition(s) have the option to pause 
and look in the glossary.  
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Glossary 
As Chun and Payne (2004) found that looking up L1 glosses was the most frequently 
used as well as the most preferred, the glossary offers both L1 and L2 translations of vocabulary 
words. Words that were found to not have a 100% Korean equivalent are noted with an asterisk 
so that the students (and instructor) are aware those words may increase the learning burden on 
the student, thus be more difficult for Korean L1 learners to conceptualize and/or retain. 
Formulaic language may also be more difficult for ELLs to conceptualize initially as these “big 
words” consist of multiple morphemes. However, these big words (i.e. multiple-word words) are 
stored in the lexicon the same way as single-word words (Conklin, & Schmitt, 2012) and so all 
“words” are presented in one cohesive list.  
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